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collaboration Working together toward a common goal or set 
of goals. 
educators General education instructors, special education in-
structors, leaching aides, classroom volunteers, adminis-
trators, support staff, school psychologists, and any other 
persons within a school setting who contribute to the edu-
cation of students within that environment. 
parent The adult who is responsible for the care and well-
being of the child (e.g., biological parent, caregiver, legal 
guardian). partnership A coequal interdependent relation-
ship that is established and developed over time, with the 
primary purpose of working together over an extended pe-
riod of time toward a mutually determined set of goals and 
objectives. 
system A particular environment with an emphasis on specifi c 
components of the environment, including people, physi-
cal objects, placement of people and objects, physical ar-
rangement, and interactions among these components (e.g., 
home system; school system). 
Home-school collaboration is a reciprocal dynamic pro-
cess that occurs between at least one parent (or guard-
ian) and at least one individual within the school sys-
tem (e.g., educators, administrators, psychologists) who 
share in decision making regarding mutually determined 
goals and solutions related to a student for whom all 
parties share interest and responsibility. Home-school 
collaboration may occur at three levels: system (i.e., be-
tween the home and school settings), school/classroom, 
and individual. With all participants (e.g., parents, edu-
cators) offering their unique roles and contributions, the 
collaboration process is guided by the primary empha-
sis on mutually determined academic and behavioral 




A common defi nition of the term “collaboration” is to 
work together toward a common goal or set of goals. 
As applied to relationships among parents, educators, 
and the systems in which they operate, the term has a 
rich meaning. Driven by academic, cultural, and politi-
cal infl uences, the term “home-school collaboration” is 
a reciprocal dynamic process that occurs among systems 
(e.g., families, communities, partnerships), schools/
classrooms, and/or individuals (e.g., parents, educa-
tors, administrators, psychologists) who share in deci-
sion making toward common goals and solutions related 
to students. Inherent in this defi nition is the notion that 
parents and educators involved in collaboration pool 
their resources to create a cooperative interdependent re-
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lationship. For example, parents offer what they know 
about their children’s academic and behavioral strengths 
and limitations in the home and other non-school set-
tings, whereas teachers offer their knowledge of stu-
dents’ relative strengths and limitations in the classroom 
and other educational settings. The collaboration pro-
cess is guided by a primary emphasis on specifi c cooper-
atively predetermined outcomes for students, with mutu-
ally established academic and behavioral goals. 
2. BACKGROUND AND HISTORY OF 
HOME-SCHOOL COLLABORATION
2. I. Traditional Family Involvement 
in Education
During colonial times and throughout the early 19005, 
parents had very little interaction with the educational 
system. In 1995, Welch and Sheridan noted that during 
that time in educational history, children were sent to 
school to learn academic skills, and parents were seen as 
responsible for educating their children regarding moral 
principles in the home setting. Parents entrusted the ed-
ucation of their children to school personnel and ex-
pressed little interest in participating in their children’s 
education. These expectations and roles resulted in ed-
ucators viewing the school as their territory, and parents 
who tried to become an active part of the school set-
ting were viewed as intrusive. In response to this situa-
tion, the National Parent-Teacher Association (PTA) was 
founded on February 17, 1897, in Washington, D.C., 
with the goal of having a PTA in every school. Today, 
there are more than 6.5 million members of the National 
PTA, making it the largest child advocacy organization 
in the United States. 
Welch and Sheridan reported that parents continued 
to assume a relatively “hands-off” approach to education 
until the late 19605 and early 19705, when economic 
and political factors induced parents to change their 
views regarding their involvement in education. Fueled 
by economic situations that forced society to reconsider 
how money was being spent on education, as well as by 
a political climate in which legislation was identifying 
and defi ning specifi c roles for parents in their children’s 
education, parents became more active in education. The 
National PTA continued to be a strong advocacy voice 
for parent involvement in education. In 1994, the fed-
eral government enacted “Goals 2000,” and in 1997, the 
National PTA released its National Standards for Par-
ent/Family Involvement Programs. However, although 
parents advocated for participation in education, the ed-
ucational system was not prepared for this type of pa-
rental involvement. Despite the efforts of the National 
PTA, when parents participated in education, their in-
volvement was limited in both scope and depth. Un-
fortunately, parental involvement in education has con-
tinued to be limited. Many parents feel as though they 
are outsiders in their children’s school. Merely opening 
the doors for parents to participate at an entry  level is 
not enough. Epstein has written extensively  .about the 
need to develop family-school-community partnerships 
to enhance student performance. These partnerships re-
fl ect an important process that includes all families. The 
next subsection describes a philosophy to guide parental 
involvement in education: the home-school partnership 
model for working with families. 
2.2. Partnering With Families in Education: 
A Modern Approach to Collaboration
The defi nition of home-school collaboration provided 
earlier is derived in part from the characteristics of a 
partnership philosophy for interacting with families in 
education. This philosophy represents the current stan-
dard for how parents and families can be included as a 
member of the educational system. A partnership phi-
losophy regarding home-school collaboration recog-
nizes that parents are invaluable members of the edu-
cational team. Just as educators and administrators are 
viewed as possessing educational information and ex-
pertise, parents are viewed as experts possessing equally 
critical information regarding the home system. When 
schools adopt this attitude, they are more likely to ac-
tively pursue meaningful parental participation in edu-
cation. If parents .and educators adopt this philosophy, 
it affords parents equal status with the school regarding 
critical activities and decision making related to their 
children’s education. 
A primary difference between home-school collabo-
ration and home-school partnership is that home-school 
collaboration implies a process related to a specifi c goal 
or set of goals that may be relatively short term (but not 
necessarily), whereas home-school partnership implies 
a long-term, ever-evolving relationship between par-
ents and members of the school setting extending be-
yond time-limited problem solving and goal achieve-
ment. A partnership allows parents and educators to 
work together to improve the educational system such 
HOME-SCHOOL COLLABORATION 203
that it is possible for them to work toward preventing 
future problems, meaning that all students benefi t from 
the partnership. Another characteristic of a partnership is 
that individuals learn from one another and pool together 
expertise and skills in support of a common focus, that 
is, improved education for all students. Goals and objec-
tives remain at the heart of interactions between parents 
and educators as they form educational partnerships; 
however, with partnerships, these goals are likely to be 
more long term and more encompassing (e.g., creating a 
safe and diverse atmosphere that addresses the needs of 
all students). In addition, the quality of the partnership 
will depend heavily on the type of communication that 
occurs between parents and educators. Maintaining open 
communication is likely to make a meaningful contribu-
tion to a healthy balanced partnership. 
When schools invest in building partnerships by 
seeking meaningful ways in which to involve parents, 
many can be considerably enriched. For example, in-
stead of a traditional one-directional approach to par-
ent-teacher conferences, a teacher might approach this 
event by asking for parental input regarding behavior 
patterns across nonschool settings and ask for ideas re-
garding potential solutions. Furthermore, if parents and 
teachers interact regularly outside of the designated par-
ent-teacher conference time (e.g., through home-school 
notes, at school activities), conference time might be 
used more constructively to address goals and solutions 
that require face-to-face communication. A partnership 
is not formed and developed during one interaction or 
activity; rather, it is established and cultivated over time 
through multiple interactions during which parents and 
educators come to embrace the attitude and belief that 
meaningful relationships form the foundation of in-
depth, long-term collaboration. 
2.3. Potential Benefi ts of 
Home-School Partnerships
There are many potential benefi ts of home-school part-
nership. For example, collaboration through partner-
ship can enhance communication between parents and 
educators. In addition, home-school relationships pro-
vide an opportunity for parents and educators to better 
understand what occurs across settings, and this in turn 
allows for a greater overall understanding of children’s 
backgrounds and current levels of functioning. Estab-
lishing a home-school partnership also allows for “joint 
ownership” of problems and concerns as well as joint 
commitment toward educational and behavioral goals 
for students. Parents and teachers may come to feel sup-
ported by each other as they work toward mutually de-
termined goals. Working together also tends to improve 
relationships between teachers and parents as they be-
gin to understand each other’s perceptions regarding 
children’s behavior across settings. In addition to these 
potential benefi ts for parents and educators, students 
may benefi t from the process. For example, they may 
develop better attitudes toward school, improve their 
performance both in and out of the classroom (e.g., 
demonstrate higher rates of work completion at school 
while at the same time demonstrating an increase in 
homework completion), get along better with teachers 
and other school-based individuals, and improve spe-
cifi c academic skills (e.g., reading fl uency). As with any 
relationship, the benefi ts of a partnership might not be 
immediate, and it will likely take time for all partici-
pants to yield such benefi ts. 
3. FACTORS INFLUENCING 
HOME-SCHOOL COLLABORATION
The educational system in the United States has been 
heavily infl uenced by a systems-based approach to un-
derstanding and intervening with regard to the educa-
tional process. This approach is grounded in ecological 
theory. Based on the work of Bronfrenbrenner, ecologi-
cal theory is concerned with the interaction between an 
individual and various contextual systems: the micro-
system, mesosystem, exosystem, and macrosystem. The 
microsystem is concerned with the individual and his or 
her immediate environment (e.g., a child interacting in a 
particular classroom) , the mesosystem involves the in-
terrelation between major systems in the .individual’s 
life (e.g., between home and school), the exosystem is 
concerned with environments not directly related to the 
individual but still infl uencing his or her life (e.g., a par-
ent’s workplace), and the macrosystem includes overall 
cultural or subcultural patterns and infl uences (e.g., pol-
icies, federal and state legislation, national and global 
economic factors). This framework illustrates how sys-
tems infl uence, and are infl uenced by, one another, 
stressing that individuals do not exist in isolation; rather, 
each individual’s interactions across and within systems 
are multifaceted and multidetermined over time. Home-
school collaboration is infl uenced by multiple factors, 
including (but not limited to) educational legislation, 
family characteristics, school-based variables, and com-
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munity-related infl uences. Factors across these systems 
are not mutually exclusive and are discussed in the fol-
lowing subsections. 
3. 1. Educational Legislation
Education in the United States has forever been changed 
due to federal legislation that ensures the right to a free 
and appropriate public education for all individuals, 
mandates the individualization of services for students 
with special needs, incorporates the provision of educa-
tional services in the least restrictive environment, pro-
vides guidelines for educational planning and program-
ming, specifi es procedures for identifying students with 
special. needs, highlights roles and responsibilities for 
local educational agencies, and mandates specifi c roles 
for parents in education. Such legislation has led parents, 
educators, politicians, and others concerned with educa-
tion to consider how best to foster relationships between 
parents and educators. Furthermore, it has changed the 
ways in which parents are involved in their children’s 
education. The following subsections discuss major leg-
islative and political factors affecting how parents and 
educators operationalize and designate roles and respon-
sibilities in education. 
3.1.1. Individuals with Disabilities Education Act
The Individuals with Disabilities Education Act (IDEA) 
is the latest manifestation of the public education law 
called the Education for All Handicapped Children Act 
(EAHCA, also referred to as Public Law 94-142). A ma-
jor emphasis of the 1997 reauthorization of IDEA is the 
inclusion of specifi c requirements regarding the active 
recruitment and participation of parents throughout the 
evaluation process. Specifi cally, school personnel are 
now required to (a) notify parents in advance to ensure 
that they will have the opportunity .to attend each meet-
ing related to their children’s educational programming, 
(b) schedule meetings at a mutually determined time and 
place (even in the home if necessary and appropriate), 
and (c) arrange other means of including parents if they 
are unable to attend the meeting (e.g., teleconferencing). 
In addition to ensuring that parents are able to ac-
tively participate in meetings related to their children’s 
educational programming, IDEA mandates and outlines 
several parental rights and responsibilities. Specifi cally, 
parents are entitled to input during evaluation, eligibil-
ity , and placement. That is, in addition to contributing 
to the pool of information that will be used during the 
assessment of their children and that may result in spe-
cial education placement, parents are afforded an oppor-
tunity to voice their opinions and contribute to the fi -
nal decisions when the teams (of which parents are key 
members) determine (a) eligibility (i.e., declare whether 
students meet the specifi c predetermined criteria for 
placement under a qualifying category of disability as 
defi ned in IDEA), (b) accommodations that will be nec-
essary to meet students’ individual needs (as determined 
by goals and objectives outlined in the students’ team-
generated individualized educational plans [IEPs]), and 
(c) placement (i.e., where children will receive their ed-
ucational programming, e.g., resource room, general ed-
ucation classroom, some combination thereof) . 
Once students are identifi ed and placed under the 
umbrella of special education and related services, they 
are entitled to a reevaluation at least every 3 years from 
their initial or latest evaluation to determine whether 
they continue to meet eligibility criteria for services. Pa-
rental permission for reevaluation is mandatory. Parents 
are also entitled to receive regular reports on their chil-
dren’s progress, and parents may request changes to edu-
cational programming (i.e., revisions of children’s IEPs) 
to address any lack of progress toward annual goals. 
This level of parent recruitment and participation is sig-
nifi cantly different from the hands-off approach popular 
until the late 19605 and early 1970s described earlier. As 
such, this legislation represents a powerful impetus for 
change with regard to parent and teacher roles through-
out the educational process. 
3.1.2. No Child Left Behind
“No Child Left Behind” (Public Law 107-110) is the lat-
est manifestation of the public education law called the 
Elementary and Secondary Education Act (ESEA). As 
with IDEA, No Child Left Behind designates roles and 
responsibilities for parents and educators that necessi-
tate home-school communication and cooperation. Per-
haps the most salient feature of this legislation is its em-
phasis on providing information to parents while at the 
same time holding schools accountable for the quality 
of education they provide to all students. In addition to 
mandating that schools provide information to parents 
regarding their children’s individual progress, No Child 
Left Behind requires states and school districts to give 
parents information about the relative strengths of each 
school. Specifi cally, for each school, they must pro-
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vide achievement data (combining the performances of 
all students) broken out by race, ethnicity, gender, Eng-
lish-language profi ciency, migrant status, disability sta-
tus, and income status. If, on receiving this information, 
parents believe that their children are not receiving ade-
quate services, they may opt to place the children in bet-
ter performing schools or tap additional resources such 
as tutoring and after-school programs. 
Although there are clear benefi ts to educators and ad-
ministrators (e.g., they are able to have detailed informa-
tion about each child from which they can adapt teach-
ing techniques, they are able to determine what does and 
does not work and make decisions based on the data), 
the emphasis of this legislation is on protecting individ-
ual students, parents, and families through providing 
critical information and options. This legislation pro-
vides critical information for educational partners to use 
in making decisions regarding how to improve the qual-
ity and fairness of the educational system. It also pro-
vides equal access to information, ensuring that no party 
has the upper hand. As indicated earlier, equal participa-
tion is a defi ning characteristic of educational partner-
ships. In addition, Goal 8 of the 1999 National Education 
Goals report concerns parental participation and states, 
“By the year 2000, every school will promote partner-
ships that will increase parental involvement and partici-
pation in promoting the social, emotional, and academic 
growth of children.” In addition to clauses mandating 
the types of information to which parents are entitled, 
No Child Left Behind includes clauses mandating that 
parents have the right and responsibility to be involved 
at the school, district, and state levels. Specifi cally, No 
Child Left Behind states that every school must have a 
written parent involvement policy developed with and 
approved by parents. If developed and executed prop-
erly, this policy affords parents much power in decision 
making and in determining educational policy at a lo-
cal level. No Child Left Behind also calls for a school-
parent compact, developed with and approved by par-
ents, that describes how educators and parents will build 
a partnership to improve student achievement. If a part-
nership philosophy guides this compact, it can open to 
doors to multiple levels and types of home-school col-
laboration, expanding and evolving over time. 
No Child Left Behind has resulted in an increased em-
phasis on site-based management. Site-based manage-
ment, an approach with a long history, is concerned with 
decentralizing decision making by transferring authority 
and resources from state- and district-level offi ces to more 
localized units such as governance councils, committees, 
and teams located within each school building. This trans-
fer of authority and power to a local level affords educa-
tional partners the opportunity to consider the data gen-
erated by schools to meet mandate requirements of No 
Child Left Behind and to make budget- and curriculum-
related decisions at an individual school level. These site-
based management teams, often composed of principals, 
teachers, parents, and other professionals, make decisions 
regarding policies for the schools. This structure necessi-
tates input from parents as decision-making team mem-
bers. Similar teams exist at the district and state board 
levels, whereby parents are involved as active developers 
and monitors regarding school board functions as well as 
district- and statewide governing bodies. 
No Child Left Behind embodies the state of the nation 
regarding the pivotal role that parents play in the educa-
tion of their children. This level of parental involvement 
requires communication and collaboration between par-
ents and school-based personnel As with IDEA. a com-
plete discussion of No Child Left Behind related to home-
school collaboration is beyond the scope of this article. 
Specifi c components of the legislation were discussed pre-
viously as a means of describing the rights and responsi-
bilities of parents in education as mandated by federal law. 
How parents respond to such roles varies considerably 
across individuals and is likely infl uenced by multiple fac-
tors. some of which are described in the next subsection. 
3.2. Home- and Family-Related Factors
There are many family-related factors that may infl u-
ence how a family interacts with educators. The quality 
of the interaction is perhaps most heavily infl uenced by 
the family’s history with the school, including how the 
family has been received by the school in the past. For 
example, during past interactions with the school, was 
the school hierarchical. that is, acting as if the parents’ 
presence was an intrusion? Alternatively, was the fam-
ily made to feel comfortable in the school setting? Has 
the family been proactively involved with the school 
(i.e., not just when their child is in need of assistance)? 
Does the family have a child who has been identifi ed as 
at risk for, or as an individual with, a specifi c disability? 
If so, how was the family included in the related meet-
ings and educational programming sequence ? In gen-
eral. the more positive the family’s past experiences. the 
more likely the family is to feel accepted and welcomed 
as an educational partner. 
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Other factors that can potentially infl uence the nature 
of home-school collaboration are found under the broad 
umbrella of family culture. As used here, culture extends 
beyond race and ethnicity to include factors such as ac-
culturation level, beliefs, values, and expectations. Ac-
culturation level is concerned with families’ adjustment 
to the immediate culture when they are not originally 
from the United States or when they are new to a par-
ticular region of the country .If they come from a place 
where the educational system varies considerably from 
that in their new surroundings, it may take them time 
to adjust to the new local norms regarding parental in-
volvement in education. Some families might not view 
their role as that of active participants and may leave the 
majority of decisions and actions to educators, whereas 
others might take an active directive role in working 
with educators. Family culture also includes beliefs, val-
ues, and expectations regarding education. and how to 
interact with the school system. Stemming from cultural, 
economic, and political infl uences, these factors are mul-
tidetermined. Regardless of whether families consist of 
fi rst-time parents or parents who have been involved in 
the educational system long enough to witness signifi -
cant changes in roles for parents in education, families 
will require time to adjust to their new roles. 
3.3. School-Related Factors
The school is a dynamic system that is composed of 
multiple individuals and infl uenced by multiple forces . 
(e.g., culture, economic conditions, politics). When con-
sidering school-related factors that may infl uence the 
nature of home-school collaboration, it is important to 
take into account both variables related to individuals 
within the school and building-specifi c traits and char-
acteristics. With regard to school personnel, these indi-
viduals acquire beliefs, values, and expectations that are 
infl uenced by a myriad of cultural, economic, and polit-
ical infl uences. These beliefs, values, and expectations 
evolve over time and infl uence interactions with parents. 
In addition, just as parents’ behaviors are infl uenced by 
past experiences with the school, teachers’ behaviors are 
infl uenced by past experiences with parents and fami-
lies. 
In addition to factors related to individuals within the 
school, factors related to the school itself may affect the 
nature of home-school collaboration. Just as each fam-
ily is unique in its history and culture, each school takes 
on an identity that makes it unique. For example, is the 
school public or private? The choice to send children 
to  a private school may represent different values and 
have implications for how parents and educators inter-
act. It is also true that the size and organizational struc-
ture of the school may infl uence the degree to which par-
ents feel comfortable. In general, a .larger school is less 
personal, and this may cause parents to feel somewhat 
overwhelmed, resulting in less contact and collaboration 
with the school. The organizational structure also infl u-
ences how parents interact with school personnel. For 
example, are teachers and administrators readily avail-
able? Are there individuals who take it on themselves 
to make regular contact with parents? Some school ad-
ministrators may encourage teachers to maintain regular 
contact with parents, whereas others may value a top-
down approach in which parent contact occurs through 
administrator-initiated actions and activities (e.g., news-
letters, organized meetings). Some schools are warmer, 
more inclusive, and generally more family-friendly than 
are others. How a school “feels” to parents and students 
is infl uenced by multiple factors, and this makes pin-
pointing salient factors a challenge. 
3.4. Community-Related Factors
Community factors that infl uence interactions between 
parents and educators are diffi cult to isolate given their 
identifi cation across multiple systems. However, one can-
not overlook the powerful infl uence of the community 
in shaping individual and systemic behaviors. Broaden-
ing the defi nition of cultural infl uences, the community 
system posits its own set of norms, values, and expec-
tations regarding home-school collaboration. Behaviors, 
attitudes, and values transmitted from individuals in the 
home and school settings culminate to form a message 
that guides community behaviors and actions, and this in 
turn infl uences individual parents and teachers engaged 
in collaboration. These may be based on religious, polit-
ical, or other infl uences and .may vary over time. In ad-
dition to infl uencing how parents and educators interact, 
the community has the power to support or hinder goals 
and objectives identifi ed collectively by parents and ed-
ucators. For example, if parents and teachers agree that 
having an after-school program might help to reduce 
problems related to latchkey children (i.e., children who 
care for themselves after school) , will the community 
embrace this plan? Does it offer supports to make the vi-
sion a reality? Do role models exist in the community to 
encourage more advanced collaboration? Each commu-
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nity has a history that guides immediate behavior, which 
in turn affects future interactions between various sys-
tems and individuals. This broad-based system is pivotal 
and cannot be underestimated with regard to the power 
it has in guiding home-school interactions. 
4. APPROACHES TO FOSTERING AND 
MAINTAINING HOME-SCHOOL 
COLLABORATION
4.1. Underlying Assumptions, Roles, 
and Responsibilities
Stemming from a myriad of cultural, economic, and po-
litical infl uences, the educational system has called on 
parents to actively participate in both the general and 
special education processes. Parents are increasingly be-
coming more actively involved in planning and decision 
making at the local, district, and state levels. In addition 
to participating in traditional activities such as parent-
teacher conferences and back-to-school nights, parental 
involvement occurs through volunteering, planning, and 
serving on various committees. In addition to these re-
sponsibilities, parents of children who are identifi ed with 
specifi c disabilities are involved in the assessment and 
identifi cation of their children’s specifi c strengths and 
limitations as well as in co-constructing and facilitat-
ing their children’s IEPs. Parent involvement also occurs 
in the home and community. When parents read with 
their children, observe and participate in play, and sup-
port homework completion, this type of parent involve-
ment supports the education of their children. Identify-
ing meaningful ways in which parents can participate in 
their children’s education is a task assigned to both par-
ents and educators. If parents and educators engage in 
an educational partnership, team members will collec-
tively identify and use specifi c areas of expertise that 
each member brings to the collaboration process as they 
make progress toward a mutually determined set of goals 
and objectives. Furthermore, if a partnership philosophy 
guides home-school interactions, parents and educators 
will seek ways in which members of the school system 
can support the home system. 
4.2. How to Involve Families in Education
Although state and federal legislation mandates specify 
roles, rights, and responsibilities for parents in educa-
tion, they do not prescribe specifi c means for establish-
ing relationships between the home and school settings. 
Building a partnership is a complex process that does 
not follow a “cookbook” approach; rather, fostering this 
relationship is a process that must be approached with 
care based on a specifi c guiding philosophy. One such 
philosophy was described by Christenson and Sheridan, 
who in 200 1 maintained that partnership is not an ap-
proach to home-school interactions; rather, it is a guid-
ing philosophy for educators and parents as they attempt 
to build a meaningful long-term relationship. Specifi -
cally, these authors articulated four components neces-
sary for building meaningful partnerships: approach, at-
titudes, atmosphere, and actions. 
Approach is a means of interacting with families that 
embraces the values of both the home and the school 
in constructing the educational experiences of children. 
This is concerned with educators taking an approach 
with families that communicates their value, unique 
knowledge and skills, and necessity to be involved in 
education. When this approach is taken, it is assumed 
that parents will be involved in the school curriculum 
and that educators will support parents so that children 
are successful in the home setting. Attitudes are the per-
ceptions that families and schools have of one another. 
This component is concerned with identifying strengths 
in partners, focusing on these strengths, and assuming a 
joint responsibility for students’ development and edu-
cation. Atmosphere is the overall climate set for families 
and educators. Finally, the actions component involves 
strategies for building long-term partnerships. Actions 
are not merely activities that include families in a pas-
sive manner; rather, they are intended to be behaviors 
that, over time, actively include families in the educa-
tional process. Perhaps the most salient feature of this 
model is its emphasis on the processes required to build 
relationships over time. 
5. CONCLUSION
Cultural, economic, and political infl uences have created 
an educational system that values parental involvement 
in the education of all students. As parents and educators 
have adjusted to their evolving relative roles, they have 
engaged in home-school collaboration as a means of 
working together toward achieving mutually determined 
educational goals for all students. As parents, educators, 
and other professionals (e.g., school psychologists) have 
searched for a guiding philosophy regarding their ap-
proach to interacting with one another, many have ad-
opted a partnership philosophy. Partnerships are long-
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term relationships based on the premise that coequal 
power and coequal participation are prerequisite condi-
tions for meaningful collaborative endeavors. When this 
philosophy is adopted, parents and educators share re-
sources, ideas, decision-making power, and ownership 
for mutually determined goals regarding both the home- 
and school-based educational curricula. Partnerships in 
education allow parents to be more intricately involved 
in school-based educational processes as a means of en-
hancing home-school collaboration. In addition, schools 
can assist parents with the home curriculum by partici-
pating in activities such as conjoint behavioral consul-
tation and solution-oriented family-school collaboration. 
Partnerships, like all relationships, take time to form and 
require mutual cultivation to develop and evolve. How-
ever, they can result in both meaningful and effective 
educational and developmental outcomes for children 
and yield benefi ts that cannot be achieved when families 
and schools work in isolation. With the appropriate ap-
proach, atmosphere, attitudes, and actions, home-school 
partnerships can create an essential condition for opti-
mal success. 
See also these articles in the Encyclopedia of Applied 
Psychology: Consultation Processes in Schools; School-
Community Partnerships
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